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‘Abstract

—

This case study offers a*retrosﬁéctiVe'account 6f pr;cesses of progiam

'developm;nt‘in qndefgradpate education. Specifically, it.reporgé on the
experienées of a faculty team thaﬁ'dévelsbed a preservice program-to prepére'
participants -for teaching students. from diversé backgrounds, with the ultimate
goal of fogtering.equity in educafional institutions. The'?rimary data source ‘
was the written documeritation of thé topics covered in dé;iberatioﬁs and the
major decisions made bj the“deVelbpment team. The ahaiyticél deaéfiption of
this effort at goal-focused qurriculdﬁ change.ﬁas orgaqizéd by gtages_and
contexts of program dgyelqpmenﬁ- Themes that éharacterized digcourse and (
incidents were identifigd.én the basis of the;afchivalfdéta and ;BBOCiated

with stages qu conte#ts of develop@eht. Fiﬁdings wererintetprgted bywdfawing-
on theories of organizational change and behavidr. The authorsvargue‘tha;
"unsegmented" decision—haking structufe;, open p;fticipatory aréangements, and
.high degrees of freedom- for input-in the éufriﬁulum developmeﬁt procesé
contfibuﬁe to.a progressive,reblaéemént of suﬁétantive by soci;i/and process '
goals. They éonsider the implicatioﬁs of these findingsAfor thev | |

implementation of educational innovations in general.




'CONCEPTUAL DEVELOPMENT AND CURRICULUM CHANGE:

OR IS IT RHETORIC AND FANTASy?!

Kt

Linda A. Patriarca and Margret Buchmanhz_

Educat1ona1 dec131one are rarely final, take a ~Jl'eat: deal-of. t1me,
usually involve anxiety and threats to harmonious relatronshlps, and
- are frequently the prelude to more_ effart rather than leas. (K E.
' Shaw, 1972, pe 59) - .

Educat10na1 Innovat1ons.- Learning from Experience?'““

In American educatlon, 1mprovement tends to be equated with 1nnovat10n.
'Iﬁhtmtutlons that etrese change and 1nhovat1on are regaraed as v;ahle,
effective, and responsive (see Pihe,al980;'Popkewit2, Note 1). But, although
imnomarion creates a potentiai for improvement, innovation'in itself does not
inghre its realizafiong ‘Lack of.improvement, however, can become invisible
through eociai dynamics_and,discourse phenomena that veil the absence of geal
attainmegt. |

Social dynamica can ‘strengthen people’s tendenciea to be misled hy their
own ekperiencea and liﬂguistie behaVioré For instance; discoprse that brings
about a gense of grow1ng group cohes1veness and cooperat;on may glme

part1c1pants a sense of grow1ng ‘competence in their work. Fromr:h institu-

e

lan earlier version of thls paper was delxvered at the annual meet1ng of
the Amer1can Educatlonal Research Assoc1at10n, New Ycrk city, March 1982.= ’

- 2Linda Patriarca is an«assoc1ate professcr in the Department of -
Counseling, Educational Psychology, and Special Education. Margaret Buchmann
is. an assistant professor in the Department of Teacher Educat1on and was
,program co—ordlnator of the Program Studies PrOJect. ' : :
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txonal poxnf of vlew, euch discourse may be funct1ona1. But. a discourse'of.
reaaawrance is dysfunct;onal when ‘t frustrates people 8 ab111ty to take on--
in thought and action--the substance of ;he mﬂtter;at hand. ‘Social goels can
conflict with substantivedgoals; as Bridges (1979) argues in his‘anelysis_of

discussion in educations
In so far as one values open enquiry, serious critical discussion or the !
development. and expansion of understanding, one must regard. the pursu1t
of consensus and the defence of community as obstructions to one's
purposes--at least to the extent that (and this is an- important qualifi-
cation)--the honding values of the community are values other than those
asgociated with the development of knowledge and understandlng. (p. 94)

Curriculum development in education qften occurs in group settings, whxch
are themselves placed in an institntional con:ext} The.aecumnlation of
nractical-gﬁbd sense about nurriculum developnent in these neseed settings
depends on our undereﬁending of these processes. Thus.R. wisé'(1979¥vmakes,g
plea for the study of ‘Practice in curriculum development.

We do not have a rich archive . e« o in which what happened .and how
well it happened ara;presented. We do not recount for others the
problems solved, the solutions discovered, the solutions failed « « « °
We do not distil from our experience what manners of 1mag1nat10n, 7
judgement, argument or bralnstormlng helped or hindered our work. We
ought to.be reflecting on our experiences in curriculum development,
recounting them to ourselves,; analysing them, and presenting accounts
to our colleagues in a.form that helps:them understand the
significance of the experlence, the lesspns of the experience. (p.
25) e ' : .
! *

On the basis of archival data, we report on the experiences bf,a development

team that worked.for'two_years to achieve programmaﬁic changes in
undergraduate -teacher education et a lerge nidweatenn university. EducaEional
i-inovations often invoke tne problemat}c authmrity of science. But, since
truth is a dominant element in the scientific cthos, criticism is ite central
social preetice; After all, as Oscar Wilde put it,'"Experience is the name

9 -

every one gives to their mistakes."




o ©ow ’
In what follows, we (1) characterxze contexts in which this effort at

.goal—focussed change occurred, (2) formulate research questlons, (3?7descr1be‘
the data base and methods of ana1ysxs, (4) identify’ themes that capture
behaVLoral and 11ngu1st1c phenomena related to stages of program deVelopment;s

f'(S) discuss what these f1nd1ngs 1mp1y for educational reforms about wh1ch we

'are serious.

Contexts of Program Development

Thtee.contexts were relevant to this educational innovation:
gubstantive, group, and institutional. Although each is discussed separately
for purposes of analysis, in reality. these contexts were intertwined and

interactive.

'Substantive Context

The substantive context comprises the content goals of the innovation.
In'the‘curriculum development'effort we stud;ed, the proximate goal was to
_ deslgn and 1mp1ement an undergraduate teacher—educatlon _program that cou1d
prepare future teachers for teaching students from d1verse backgrounds. vThe
ultimate goal, however, was to foster equity in educational ingtitutions -
through curriculum deuelopment and'associated‘teacher‘preparation-

The concept of equity was central in'this subgtantive context. It
informs social; political}nand legal'discussions in education. ~But a variety
of'different and conflicting concepts of equity‘ exist. Some think of equity
'as a.principle'for distributing;(scarce)‘resources. The class of igpug |
def1n1t10ns of educat10na1 equ1ty is 1in 1tself d1vers1f1ed. For instance; as h

‘A.E. Wxse (1968) points out, dic tr1butlon can be gu1ded by the notxon that

equal amounts of gcarce resources shou1d be allocated to students-.-Perce1ved
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" differences in student‘needs'can, however, lead to classification schemes that

‘require the specification“of suitable and different educational programs for

/a .- ,.‘ . . . . . . c. 60 . . . . .
; students with certain characteristics. Distributive concepts of‘equity can

also be formulated in terms of a hegative prinCiple that requires (in a
decepfively simple way) that the educational opportunity of children should

not depend . on geographical location,and the economic Circumstances of their

o]
parents.

On the other hand, equity can be conceptualized in terms of the
of the educational process. This can be interpreted as a requirement for
equal minimum attainments. Lleveling definitions fall,‘however,‘also under
this-category; these‘imply the allocation of scarce resources in inverse
proportion to ability. Equity has furthermore been Viewed as a gsocial ideal
that urges the development of fraternal attitudes and sympathies among people.
Equality in the distribution of ;esources is not central to this definition,
and it is consistent with social,'educational,wand ecoﬁomid inequality.

These conflicting interpretations of the concept of equity are

problematic because they imply vastly different policies. iThey affect

decisions made by judges, policy-makers, and teachers. " In the classroom, they

lead to different kinds of tescher actions and student outeomes.. Thus, to

develop a‘teacher-education‘program capable of advancing equity goals in some
: o . _ . :

coherentvfashion, it was not nﬁaessary to resolve the philosophical problem of

equity.‘ But some understanding of conceptual range and of the basic

.distinctions among equity concepts (e.g., input versus output) was necessary

to arrive at a Working definition that could inform discourse and development.

-Without this, there could be no common, reasoned standards for judging the

e



.faculty-Interactive Context

-5

approprxateness of curr1cu1ar exper1ences and program deslgn- In the abaence

-

k.of ouch standards, the’ 1mp11c1t and d1vergent be11efs and commltwents of

ot . ,J

faculty'members had»to be relied upon.

o

- The facu1ty-1nteract1ve context comprlses the group processes. 1ntended as i\

1

" a means to ach1eve substant1ve goala- Faculty membegb (and several pub11c

-}

~ school teachers) interacted 1n formally scheduled meetings. Two_coordrnators

developed agendas, moderated group digcussiras, and served ag liaisons between
the faculty and the administration. At the 8ame'time} these team leaders did

not have formal authority over faculty mnor the power to lay down the law about

program direction. The rules ‘that governed faculty interaction and decxsxon

making during program deyelopment were democratic and laissez-faire.

Participants exercised their individual and collectiVe'rights by voting on

issues: 'one person, one Vote. -

Institutional Context

Instxtutxonal context refers to adm1n15trat1ve structure and

1nst1tut10na1 bureaucracy. Adm1n15trat1ve structure meansg’ the h1erarch1cally

" ordered complex of people who stand in spec1f1c l1ne relatxonahxps to the

faculty, such as - department chaxrpersons, the assistant dean for teacher,

-

educatxon, and the dean of the College of Educat10n. Instltutxonal

'bureaucracy is the complex of bodies w1th decxsxon-maklng power over matters

\

. related to teacher education, such as pol;cy councils and currxculum

committees.' New programs or courses had to be brought before both bodies for
approval. : . ' -
A large research grant transformed the 1nst1tut10n at wh1ch th1s change

effort took place from an 1nst1tutxon w1th a primary focua on teach1ng and

10
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“prest131ous research 1nst1tut1ons. Th 8y . two camps began 'to form. ,the:‘ . '~~4:;

, o

a
7

service into one w1th a more even ba1a ce Detween teach1ng and research. New . _

funds created new pos1t1ons, and these were f111ed w1th faculty from

pract1t1oners, who controlled and taug t>the courses, and the researchefs who

' controlled and conducted educat1ona1 1] search- Off1c1al pol1cy makers wanted

a

) faculty members to 1nterm1ng1e, to ex and and exchange their roles, 80 that

_all would ideally be teachers as we’ 1 as researchers.

The creat1on of multiple program strands in teacher preparat1on prompted

[

-the formation and organxzat1on of deVelopment ‘teams. These teams were

- gtrand and to participate-in course and program de

typ1ca11y formed by self—selectxon. Facultyﬁmembers 1nvolved 1n teacher -'>;‘/ﬁ-

F'."
.

preparat1on or educat1ona1 research were invited to select and _ o1n a progxam

ment. Substantial
7 '
AN

numbers of'faculty did associate’ melves with deVelopment'teams.,

4

o~
Coordinators’ mon1tored and rev;ewed the compos1t1on of teams to 1nsure that

profess1ona1s w1th ‘expertise in psycholog1ca1 foundat1ons, re1evant subJect -7
matter areas, field supervxsxon, ph110soph1cal foundat1ons, and educat1ona1

research were_represented, Thus a wide array of profess1ona1s part1c1pated in

diversified program-deVelopment teams .

Research Questions

In th1s case study, we offer a retrospect1Ve account of processes of

program deVelopment. Our analytical descr1ptxon 1nvolves dynam1c hypotheses,'

and we cons1der in our 1nterpretat1on certa1n, poss1b1y causa1, connect1ons'
(sée Scr1Ven, 1977) ‘/Socxal processea and d;scourse dynam1cs 1n d1fferent
contexts of program development 1ed us " to. formulate quest1ons about

educat1ona1 innovations in general and about tth attempt at curr1cu1ar change ]

in.teacher‘education in particular- After a review of the archival and

supplementary data, we asked, specifically:

AR




}
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i

o

P

1. What stages can:be identified in the:flowiof;team‘djgcoursehand”

—

o T 8CL10n? » 7 . s ) n ' - ,:""!.‘" SRR

2.. Is. there a difference between 1n1t1a11y stated program goals and the
goals that seem to drive d1scourse during the observed stages of
,program development? Tl . . wE

',S.I'Do .goals associated w1th 'horking together" in- democratically
- structured groups conflict w1th substantrve goals and their
R achievement? : o
. . © - ; _
45 How is a rhetoric of change ma1nta1ned in the face of relative '
‘ stability?

.
v

Data Sources and Methods of Analysis

Our primary data source was the written documentation of the topics'

- r
- \

covered in deliberations and the major decisions made by theodevelopment team. ..

e .

ThlB qualitative data set was compiled over a two-year period (for the most
° - .

part) by two social sc1ent1sts who acted as documentors to the orog/am’//;otes

‘from interviews w1th team members, personal anecdotal records kept by one

coord1nator, and the 1nformal program history were supplementary data.-

-As a data source, the written meeting m1nutes have some weaknesses- fThe’

¢ r

team decided early on that ronflicts and polltical 1ssues were not to be

recorded. No names were to be linked to issues or decisions. The minutes are
] .

written in the third person and are sémetimes stilted and formal. The

supplementary data are thus important for=f1111ng out the p1cture.i

-3

The data analysis draws'on work in qualitative evaluat10n~and case
studies (Patton, 19803 Stenhouse, 1978; Guba‘ Note 2): A complete reading of

the records yielded . 1n1t1al questions, notes on striking events, and some

:thoughts on how several 1nc1dents might "hang together" as a theme. In the

"

second round, program minutes and records-of decisions were read side by’ side

w1th the personal, anecdotal records. Incidents that might fit W1th one of

Il
¢



the (potential) themes éere recorded, ahd-so were lacks of fit and
cohnterexampléEZ Data were searched.fdr answers to initial questions (e;g.? \
' whether stages in program development could be identified). The enecdotal \

records not only f111ed out the background for the arch1va1 data, but often
nelped toyard a detailed recall of events. )

To. organize themes with accompanying documentation, we did a third
re;ding of all data in which'particular attention was pa{d to single evocative
incidents. Did they give credence tc a theme? Did they point to a possible
new or different theme? The questions that we formulated at this stage here
fairly close to the research questions listed. above. 'We_also found that the
occurrence of themes could be related'to‘difrerent stages and eehtextslof
prograﬁ'development. |

We were, f1n811y,lconcerned with. relatxonshxps among themes: dynamic
1nteract10ns, 10g1ca1 complementarxty, and h1erarch1ca1 organization. -We
consxdered possible overall themes and evocatlve elements that supported or
threw doubt on them. Inclusiveness was tested by see1ng~how many incidents

-

(of some s1gn1fxcance) were unass1gnab1e to.themes or contexts and stages of

-
»

hrogramAdevelop—ment- At this point we checked for the 1nterna1 consxstency
uxof themes and for the degree to which they.presented‘a whole picture_when _
V1ewed externa11y=,~ “
In sum, ve worked by logical analysls and croas—claeslflcatlon. (See
Table 1. ) The categor1ca1 matrix conta1ns C18881f1C8t10n8 by contexts (of
discourse) and by patterned actlon 1n t1me (stages’ of ‘program development) |

The themes are for thé mos&t part meta-phor1ca1 and none too ponaerous- They

are a parsimonious way to»communlcate~our f1nd1ngs.”

N
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Table 1

Summary of F1nd1ngs.
Stages and Contexts of Program Development
and Themes and The;r Relationships

.
P

Buresucractic Approval

Concest Clarification | Course Devalopment Prograa Design
. Co-ulliuum the
Compiex , *
substantiva | b §|1.Growen as Addition Growth as Addition |
(FClouds oM® Toeas™) ) I ]
J‘Jrlbul Rhetoric Tridal Rhatoric Tribal Rhetoric . Tridbal Rhetoric
[’
Interactive
- Comolicating Complicating the Complicating) the Compiicating
the Complax Complax - Complex W the Comolex
“Revolving Doors®) (“Revolving Doors®) {“Revoiving Doors") ('Tmlvlng ~ &poors®
c:ipncmnq c«-muiu«; Complicating Conplicating
the Complax the Complex the Lomples ug Comolax "
. Shlr|n7 Scientific 'Shnrin? Scientific ('S!ur!m, Sclantific ("Saring Sclergific
Gpita _ Caprta canital®}
Insed tutional
L it
impiification :m
o=|l Rationslity -
&

'

A one-way arrow stands for a solution of”tHé problem toward

which the arrow points.

action and mutual support.

A two-way arrow 1nd1cates inter—
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Themes ’n Program Devélopment :
Their Interrelation and Association
with Stages and Contexts of Program Development

A number of themes characterized two yedrs of team ﬁgetings devoted to
developing_the undergraduate program, Teaching in Heterogeneous Classrooms.

We analyze these themes separately as well as in their conceptual and

- empirical relation to each other, and document them according to the program

. development  context to which they are relevant. Furghermore, we'lpéate themes

in the progression of four obsefvgd stages of program development, nameiy:

'l.i Concept clarificatién:» What do>diversity‘and‘équitf'mean?

2. Course development: Wﬁat shall we teach in our individual courseé?

3. »P:ozram'desigha How do ail these courses hang togéther?

4. Bureaucratic appro#al:tﬂﬂpw can we get the program passed?

We pausé at thi§ point to note that the coordinators' original intent was
to move from concept clarification to program désign- Accdrdingly, they  "
recommended that the development te=:: split into small wofking,groups for

purposes of drafting programs for discussion and decision making. However,

.sevéral members of the team argued that they could neither comstruct-mor

endorse a partiéular program design without first knowing what courses and

course content team members would proposé in their different greaé. Given the
diversity of the team and the fadt‘that there is no univérsally accepted

pfescriptive modél of program desigh, it was thus decided to go from concept

clarification to coufééndeVélbpmentb“

- . T

The Overall Theme: "Comglicating the Cdmplex : T

As can be seen in Table 1,,oﬁe ma jor theme emerged: ‘complicating the

complex. This theme is an umbrella for three sub-themes: clouds of ideas, ;A“.'
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revolving doors, and sharing scientific capital. These themes emerged,-
; .

respect1ve1y, in the substantive, 1nteract1ve, and institutional contexts of

i

.program development. Two of the sub-themes of complicating the complex--

revelving doors and sharing scientific capital--persisted through all four
stages-of program development.

Themes Identified in the Subsgtantive Context

In the substantive context, we identified two themeZ, clouds of ideas, a

sub-theme of complicating the complex, and growth as addition. These themes

'did not occur together, but characterize the concept clarification, course

develophent, and:program design stages as indicated in Table 1. ‘We now turn

to an analyeis_bf-these two themes.

Clouds of ideas. Ir : . %ly meetings the group discussed conceptual
questions related to "diversity" and "equity." Deliberations in this
substantive context did not clarify issues, however, and did not lead to
decision making. As March and Olsen (1979) note,

the capacity for beliefs, attitudes, and concern
is larger than the capacity for action. Under such
circumstances, we will observe beliefs and values without
behavioral consequences. (p. 14)
Billowing clouds of ideas arose—-and then just floated oq_hy, sometimes to
return, other times to disappear for good. When on issue was raised, this

became an occasion for suggesting new quest1ons and ideas to be addressed,\and

gso forth. What follows are excerpts from field notes (1/25/80 4/11/80-

4/18/80; 9/16/80) that document this theme:

Will we attend to the gxfted aud talented” studegts in this program? '

(while spec1f1c components of heterogeneity -are yet to be determlned, we
- may assume the gifted and talented will be included.)

Should our goals be to promote awareness of d1ffer1ng opinions regard1ng -
sex roles? To promote tolerance? To advocate change from the status
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quo? No conclusions were reached specifically about sex roles, but one
general notion supported by the group was advocacy of '"extended we-ness"
a feeling of community which would include hitherto excluded diverse

. groups in society. :

~ Concerning categeries of heterogeneity, particular attention was drawn to '
the inclusion of "religious heterogeneity': The concern is not to
"include religion in the schools but to be sengitive to ways of dealxng
thh re11310us differences.
Issues related to child abuse and incest were discussed, leading to

' questions regarding the manner in which "difficult" 155ue5 might be
addressed. o e .

N

It was suggested that we add aée, children' .8 r1ghts and family" structure

to our categories of dxversxty.

This behavior could not resultlxn conceptnal clerificetien."flnstead, it
promoted mystification and the obfuscation of issues. But it did further
certain social goals; ‘Through the gestutequ_raising issues'and;Questions,
group members established a sensec of investment and-showec that they were
concerned. Since team menbers did not haﬁe to provide a rationale for
suggestions, did not discuss their.merits, and did not move tne group toward
decision making, no responsibility was taken fpt ideas. A growing senee of
faculty involvement and competence in handling Bubstantive issues Qaé thus
iilusory. But, th:engh bringing up ideas, unwritten:obligationsvcf'
collaberative werk had been fulfilled and a fcrm of social comcetence

demonstrated.

‘Growth as Addition

Duting the course development and program—design'stages, the. tendency to

'become all-inclusive persisted. .In the subgtantive context of -program

17
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aevelopment, it took the shape of growth as addition. The answer to the
problem of develoéing eurricular content and experiences with a view toﬁard
advancing eauity goais was the éeneratioﬁ ef a spiral gtaircase of ideas.
This staircase progressed through curricular additiens meant to prepare.
teachers to teach diverse students: onward and, supposedly; upward.~vSub-

stitutions of course content were rarely mentioned. Traditional course.

'
«

content as well as the building blocks of the teacher-education curriculum

‘remained sacrosanct. New content simply had to be added'ahd fittedwinto ﬁre—

\
!

existent curricular and programmatie categories.3
This practice elegantly solved a problem that had both subatantial and

_social asﬁects,.namely, how to discriﬁinate among differeht.suggestiona. 'No
vcommon standards existea to judge whether specific suggestionabwould advanee-
tenable equity goals. There was 1ittle basis on which suggestiens coalﬁ be
excluded aithout seeming caprice. What followed from this wae a freeiror— all
. in which few feelings‘were likely to be hurt. As a strategy for programA h
design this is, of course,.a bit 1acking. Further ihdividual and social pay-
offs made this strategy attractive. ) |

E - Innovative program development requ1res that professxonals appear open-
_minded and willing to change what they'teach and how they go ‘about it.1 ...... . |
Throhgh growthras-addition, groap mehbere created the collective and
_individual illusion of hrofessional openness and-flexibility.a'Additionqcoqld

s

also be mistaken as movement toward substantive goals and as programmatic

5
h

3Floaen, Porter, Schmxdt, Freeman & Schw111e (1981) have uncOVered the
same tendency in the curriculum decision-making of clagsroom teachers- in the .~
content area of mathematics. While teachers seem quite’ amenable to the. notion -
‘of curriculum additions. they are less w1111ng to c0na1der substitutions of = . -
old by new content. In a historical study of concepts’ ‘of ‘geometry in German o

. textbooks by Damerow (Note 3) the same phenomenon was 1dent1f1ed at. ‘the

textual and conceptual 1eve1. S T s -
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change. But, by any definition of growth as positive development and
worthwhile change, no growth can be accomplished by undjscriminating addition.
Furthermore, these numerous additions were unrealistic and likely to fall by

the wayside. The time limits of the teacher preparation curriculum are set.

And, once faculty disperge to teach in"their classrooms,:they would probably

revert to what they knew how to teach.

b

Themes Identlfxed in the Interactive and Instxtutxcnal Contexts o s

-~

The 1nteract1ve context was character1zed by the themes "tribal rhetor1c

and "revoIV1ng doors"; the latter is the second sub—theme of complxcat1ng the
'complex-" The. th1rd sub-theme of c0mp11cat1ng the complex, "sharing

scientific cap1tal,f emerged in the institutional context. - These three themes. =

describe group bchavior across all four stages of program development; we"

sy

analyze and document them in what follows.

)
i

Tribal rhetoric. As faculty,become adept in the use of program_jargon—-

e heterogenexty, non-d1scr1m1natory educat10na1 treatments, equlty, equal

opportun1ty——part1cu1ar usages and patterns of speakxng become hab1tualxzed.

These terms were dlsplayed in speech, rather than used thh some understand1ng L

in the development of the program.
In effect, "tr1bal rhetor1c" was a communal solutxon to the substantxve'

problem of the conceptual stage, namely, the creatxon of work1ng def1n1tlons

of concepts crntral to the development of the program. Trrbal rhetor1c

assumed common understand1ngs, although these were never tested.- Forms of

Mgy

"11ngu1st1c behavxor SerVed as eV1dence of group membershlp, compe?ence, and

AR "y

‘,concern. Trxbal.rhetor1c was

aAself-support1ng phenomenon w1th r1tual

Vfunctxons- Although the d1scourse progress1vely moved thehgroup away from

Eb“

movementy and-1nnovat;ong

ERIC
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paraphrase the t1tle of a book by Edelman (1977): words succeeded and made
il

people feel successful the fate of the polxcxes, however, seemed uncertain. -

Revolving doors. As we analyzed the documents, we were struck by the

continuous alterations in group membership. Although there was a stable core'
-of faculty, aﬂreVolving'door policy wag operating: easy come, easy go. We

wondered why neﬁ participants were allowed tc join and to drop out again.

. . .
Entry of new members into a group ia iL&OJ to activate regressive and

K

repet1t10us d1scusslons of goals, tberpby iapeding progress toward them. This
is what'happened here toos .

~ Initiation.into groups is acpompanied by linguistic behavior with strong oo

r1tua1 e1ements. It relies, in,part, on the;power of words.. As a policy,

revolv1ng doors" ‘thus supported the dxscourse phenomenon of tribal rhetoric.

Membership alteration d1d further 1mpede progress toward substant1ve

I3 -

.godals by putting social goals in thexr place. The soc1a1 V1rtues requxre that 3

Y —

'newcomers be introduced to a group; its purposes, and ways of_doxng things. .
Group members used development time.to be nice and hospitablé-erather.than.

' getting on with the business'at'hand- In the last.analysls, memhershfp
alteration encourageo fantasies. Different faces around“thectableycanhéiue"
the impression that: things are*changing;geyenxwherewélscourse'and.action:are'

‘_fnot moV1ng forward.

Shar1 g sc1ent1f1c cap1ta1- In Weekly team meet1ngs, announcements

L

Q

ERIC
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related to the proposal currently being wrxtten'which could fund the ,
activities of our group along with other activities over the next  * .
three years. - '

-A br1ef overview of a meetxng with (a school d1str1ct , <
: representative), regarding the potential for College of Educat1on
funding- from Title IV.D was provided.

The All-University Newsletter announced some grants pursuing. linkages
between the College of Education and. school d1str1cts for cug;;culum
development. The. deadline date for applying is in January. Fox
anyone interested in pursuing funding (the Associate' Dean for
Research and Program DeVelopment) has a 11st1ng of possible sources.

(A researcher) announced that there is funding ava11ab1e in
Waahxngtoa for a summer training workshop. o« e o 4

(An anthrnpologxst) invited to the meeting to share 1nformat1on
'regardxng his proposal for a Brazil experience for cooperat1ng
teachers, presented the following points: .'.,._3 s

- Given that these kinds of announcements and d1scussrons could not'directly‘
lead to the realization of program goals and that deve10pmént’time was
limited, why ﬁere'they given the place they held throughout all stages of

Program development?
“In their diversity, a11'these occasions contribated to the'iliusion that

the group was productxve, wh11e masking the absence of goal attainment. By<

prov1d1ng ‘some substance for d1scu531oh, they- helped group members to appear
_active, 1nvolved,.and eVen.aa '%o-gettera-' Group actxvxty on.these‘occasLOQs
-was self—support1ng wh11e be1ng 1ndependent of professed program goals.: There

hwere~also grat1f1catxons. Th1s exh1b1t1on of the “commun1ty calendar of

oc1a1 sc1ent1ats helped a11 part1cxpants to see. themselVes as 1mportant and

1onals- Pract1t1oners Were adm;tted to. the sacred regxons of

Q\iejée 1ndustry-. "Sharxng sc1ent1f1c cap1ta1“ was a‘

scholarly profe
the soc1a1—sc1ence k

;Boc1a1 and conVersat1ona1 esture W1th symbol1c pay-offs,'appropr1ate to‘thefc“ﬁ

f1nst1tut;onal»context.i
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Simplification Through Formai‘Rationality

In the bureaucratic approval stage, group activities ahiftedqfrom
conceptual and curricular deullopment to the #ackagdng of the proéram in the
fermat on which sucﬁ approval would depenpi Succegs was predieated upon
compliance. AdminietratiVe and institutional givens moved into the
foreground. | .

The group expenienced, with some relief, a sense of “simplification.

through formal rationality."

The work to be done now was, in principle, c1ear
and we11-def{ned; ‘The  problems created‘earlier by 'growth -as addition" could
be_handled by reference to procedures, requirements, and the categorical
limitatibns of data sheets. 'As.participants filied~out forms at beth the
course and program leuel, the baroque results of earlier a11-inc1uaiveness
tended to be corrected. lIn the course of streamlining the program and
1nd1V1dua1 courses, decisions to cut cou1d be referred to external constralnts
to whlchlevery proposal was equally susceptible. Thus the requ1rements of the
system were toisome'extent helpful, though incdnplete, |
'iThe’revolving door was brought to a halt by the creation of a brochure
that listed prograu staffs; 1t also put tribal rhetor1c 1nto pr1nt and
‘established a sense of program rea11ty. The product now had to be marketed.,
Group dlBCUBBlonB were animated by concerns E;r advertisement, recru1tment;
competltlon for incoming students, and 1dent1f1cat10n of f1e1d placements.':

There was a mOVement outward State requlrements and questlons of national

.V151b111ty broadened the scope of concerns to 1ncrease not only ‘a- sense of

successful c0p1ng, but a sense of importance. -

v




This flurry of activities resulted ih.a variety of tangible products and
devalued the documentation of group processes and]associated products’(i.e.,
field notes). Thus, in the last six months(of program development, the role‘

of the documentor was assigned to a graduate student: a person of lower

status and less expertise. In the last term, the team met only four times.
A} B . .

‘The volume of documentation declined greatly. - In their business-like brevity,

the following excerpts from field notes portray the mood of this final stage

of program development (9/28/813 10/12/81; 11/20/81; 1/21/82) : P
s How will combetition for recruitment be addressed?

Brochure: "This needs to be developed.

National visibility of program needs to be addressed in terms of
student recruitment and marketing.

“How and when will national cons1derat10ns be addressed (e.g., student
placements, future job prospects, contacts with administrative -
personnel) ?

Timelines: All course descriptions must be in by the end of finals
week, December. 11. Any one who needs the official University form
may contact (the coordinator). :

There are 32 students enrolled in-our‘program- L

The Curriculum Committee will meet January 27. They will react to
“individual course offerings within programs.

~The University Teacher Education Committee will meet .+ . ..-to examine
programs for state certification requirements. . . . , Co-

Like a cohort of good sold1ers, the team coped with bureaucratic and

‘adm1n1strat1ve rea11t1es. Thus there were sgaxn soclal rewards. And the
' movement of program forms through prescr1bed channels s1gnalled a forward

fmovement. The introdUCtLOn‘of completed form sheets 1nto the bureaucrstxc

structure of commxttees thh approval funct1on st1mu1ated r1pp1es of




- ' | 1§
institutional activity. fhings»were happening at a brisk pace; there were
deadlines. Advertisement and recruitment took place in a;market:made.
compet1t1ve by declining enrollments and the creatxon of mult1ple program
'strands~rn teacher preparatlon at thxs‘unlversxty. "There are 32 students in
our.programﬁ—eat this level of'analysis; the challenge of innovative program

“

development had been met.

e

Looking Back: What Do We See?
As we examined this program deuelopment effort acrogs its four stages—— "~
concept clarification, course developmernit, program deeign, and bureaucratic
' approval—-we found‘that, although discoursevemphases were fitting during these
stages, the discourse itself was neither cohegive nor cumulative- For'
example, a shift inediscourse,emphasis away from definitions of equity did not
imply that working definitionslhad been selected and agreed,upon.~ Rather;MA' -
shifts in discourse emphasis occurred‘when the time available for a taek had
: run~out§ Whatever the state of resolution or. development, it was the to move
on.' Thus, as also noted above, the requ1rements of the system d1d force some-
issues ‘and encouraged ‘the progresslon through stages of program development. )
- In the case of the shift from conceptual ¢larification to. course development,
the'appropriateness of deVelopment to equity goala.rested on-the;hellefs aaq
"knouledge ofvindiridual team memhers; Consequently,'courae propoeala rangedi

a3

e from serious atrempts to 1ncorporate (diversely conceptuallzed) eqU1ty goals

'1n curr1cular experlences to reV1V818 of tradltlonal course content touched up

Q

ERIC
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Looking back, w- see the team's persistent flight fromladdressing

.
- . 'Y

substantive issues in program development. This flight from substance was the

central reason for the continuous erosion of program goals. This erosion,

however, was masked by a concomitant goal displacement (see Lipgky,.1980). As

”

we observed in the development of a goal-focused proiram in teacher

preparation—-although curriculum change was the matter at hand--discourse
¢ . oo .

became progressively more removed from the curricular experiences inténded for
students, turn1ng, 1nstead to a discourse of ‘tribal rhetoric used’ to T
~comp11cate the complex and to greet newcomers who entered through "revolvxng—

-doors." ,
o
0

The reeulting goal displacement was joined to the e;tabliahment and
celebration of fantasies ahout change and accomplishment. The philosopher

John Wilson (1979) has argued that people in educatlon may be part1cu1ar1y

prone to fantasles- it is - .
precisely, the fact that our fantasies and desires overwhelm us. ‘We lack
not intelligence or willpower, but the ability to step back from our-
selves, reflect, attend to our own feelings and the wc: 1d, and hold our .
attent1on steady. (p. 30)

. Shaw-(1972) argues 51m11ar1y in a case study of curr1cu1um decigsion making in

2
3
.

a college of educationwthat a

wrong dec1510n is 11ke1y to be one wh1ch either promotes, or stems
from, a special state of mind in the deciding group, wh1ch is out-
of touch with reality: a unrea1 goal or a false consensus. T
(ps 51 . - : x

In the curriculum-deVelopment effort we studied;wfantasiesvwere sustained by
~the changxng faces, the chang1ng discourse emphases, the changlng stages of

program development, and the movement of the program through the channels and

’ ‘v

levels of the bureaucracy- Thus goal d15p1acement became and rema1ned 1nv1—'f”

sibles"
Change is not virtue. : But, 1f the goals of an. educatlonal 1nnovatlon‘atef

‘worthwhlle, we have to tra1n our attentlof'toward them and hold‘that attentlbn
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steady. It is important to realize that the experiences of this development
team are not unique. A literature on organizational bghavior and change is

“-coneistenr with our findings (March & Olsen, 1979; March, Note &4; Meyer,

//__\\Ecott, & Deal, Note 5). 1In a study of program develcpment in social work,

Wesrbury and Koberlik (Note 6). obgserved the following paradox:

A highly formulated and elaborated practice-rationale that failed to
guide day-by-day teaching in any real way which was, at the same time,
the focus of congiderable.affectivity on the part of the faculty, an
affectlvxty which had the effect of masking the real nature of the
problems in execution that the faculty experlenced contlnually- (p+ 35)4

Kreiner (1979) points out that highly dlscussable prob lems are seldom
solvable. When process and,outcome "drift apart" 1n-dec1510n maklng,
"feelings about appropriate resulrs are reflected--in rhetoric surrounding the
outcomes but they are buffered from the prOcess kp- 156). The summary of

_Kreiner's analysis of declslon making in a school in Denmark that was

- o

1deolog1ca1 in orientation and rad1ca11y democratlc in organlzatlon resonates

., well with our retrospectxve account of equlty-orlented curr1cu1um change in

~ teacher educatlon-“

'Varlous symbollc and substantlve problems ‘'were exerclsed. : .
Participants wandered in and out. The definition of what was. be1ng
decided changed over time. The process was guided by the often
casual temporal connections among problems, solutlons, part1c1pants
and choice opportunltles. (p. 170) ~

As Seidman (Note 7) commeqts in "his exaﬁination of implementation and

’

evaluation of large-scale educational progrems, the‘crucialvaépects'of intent

and 1mp1ementat10n may slmn;y not be part of most- attempts at educat10n81

a . o

reform.

}.;.Lf}g,

_ 4Anot:her relevant aspect of thelr flndlngs 15 summed up elsewhere
(Mchnney & Westbury, 1975) as follows. '"We found that the faculty—teachlng

Q
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Empirical facts of this k1nd, however, do not make a stance
of "organxzatxonaf;meretrxcxousness" Justxfxable. So what if people are made
to feel good or if the organxzat10n comes to look equ1tab1e or 1nnovat1ve?
Takxng out symbolic, affective, or processual warrants for behavxor that is
wayward by any standards of goal commxtment means chang1ng the def1n1txon of
the problem after_the-fact-' If we are Lnterested in changing programmatxc
regularities in education, we-have to change behavioral regularities (see
Sarason, 1971)¢ In argument,.fixing the derinitionsiof‘terms’in premises in
.order to make the conclusion come out right is frowned upon as the,fallacj oé?
equivocation. If we are serious ahout substantive\goals;in educ?tional
innovation, wejmust Zroid the matching'rallacy ofhgoei.replacement.

Organ1zatxona1 and curr1cu1um theory imply. advxce that bears ?n th1s

5

larger issue in educat1ona1 reform as well as on the part1cu1ar case we

studied. As Taba (1962) already observed 1n'd1scuss1ng>curr1cu1um deve}obment

H o

3

N

in schools,. degrees of freedom must be S : O
commensurate w1th the degree of competency and’ available t1me.
Curriculum planning, as has been iterated over and over-again, is
extremely complex. Individual teachers have neither the training nor the
time to do a good job if they tackle the.whole process; even though only
a single’ teaching-learning unit be involved .. . « There must, therefore,
be different degrees of freedom for. p1aﬂn1ng + o » which correspond to
the levels of competency and the degrees of complexlty involved in making
certain decisions adequately. Othexwise the "developmental" freedom adds
up to a curriculum which is barren of the very growth thxs freedom is to
protect. (p. 443)

"According»to cohen (1979), goal attainment is'made 1ess'1ike1y when

: dec1s1on-mak1ng bodies ard processes are not characterxzed by "segmented

i ‘R .
' structures" that determxne the access of peeple, problems, and solutxons to. an

arena of choxce, "and adequately regulate the 1nvestment in terms of t1me and__‘i;

energy of part1c1pante-_ we conclude that the program development effort we

i

studied was ‘plagued by Problems that s_tenl_ned from f U
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and Suppes (1969),
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l. high degrees of freedom in a relatively unsegmented decision-making
structure that wc descrxbed as democratic and 1a135ez-fa1re. one

person, one :voté;

2. .hxgh degrees of freedom in a part1c1patory arrangement marked by
changlng aud1ences, captured in the theme “revolvxng doors'';

3. 'hxgh degrees of freedom for input into the curriculum development
procesas, descrxbed as the theme, “clouds of 1deas"'

“

4. lack of art1culat1on between process and outcome, and problems and
. choices, categorized and discussed as the themes '"tribal rhetoric”
“and "growth as addition.”

Thus, to increase the likelihood that aubatantxve goals will be achxeved in

educat1ona1 innovation, one must find ways to structure the access- of ideas to

dec151on—mak1ng sx:uatxons and to segment partxcxpatory structures., In other

_words, it has to be decxded who w111 make decisions and what problems will be

resolved. That means also to sugpend be11efs in romant1c myths of un1versa1

ownership and participation (Dachler & Wilpert, 1978) at 1 aat, we have to be'

"realxstxc about requisite levels of effort and competence.

Put like this, the: solutxon seems sxmple- But - the motivational pull

toward fallacy and fantasy is strong. This is why, 1n the words of Cronbach

The most obvious role of disciplined inquiry during development is
to be critical: to-ask hard and unpopular questions, to find
fault, and to certify genuine. accomplxshment ‘while curb1ng
premature enthusiasm. (p. 172)
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